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ABSTRACT ARTICLE HISTORY
Building upon the interrelationship between learning and chan- Received 26 December 2021
ging, this study investigates how cyclical engagement in reflexive Accepted 10 February 2022
practice influences the teachers’ professional development. We KEYWORDS
implemented our video-enhanced ‘Reflexive Practice Triplication Reflexive practice;

Model” which we developed in our specific context. We conducted professional development;
the research with 8 secondary school teachers of English at video-enhanced observation;
a private K12 school in Ankara, Turkey. Drawing on multiple sources triangulation; collaborative
of data, we used a triangulation technique to reveal the qualitative engagement

and quantitative impact of reflexive practice. The findings showed

that collaborative engagement in reflexive practice contributed

substantially to EFL teachers’ professional development traceable

in the changes in beliefs on reflexivity, attitudes towards collabora-

tion, contextual and pedagogical knowledge. The study provides

implications as to how reflexive practice can be used in local con-

texts where specific needs are to be considered.

Introduction

In constantly developing second language education, a well-qualified teacher of English is
expected to comply with all the innovations in the field. Although there are numerous
studies on pre-service EFL teachers’ engagement in reflective practice (Altalhab et al,,
2021; Jantori, 2020; Karakas & Yikselir, 2020; Yong-jik & Davis, 2017), there is a dearth of
studies with in-service EFL teachers (Adams, 2009; Burhan-Horasanl & Ortactepe, 2016;
Cholifah et al., 2020; Cirocki & Widodo, 2019; Hung & Thuy, 2021; Moradkhani et al., 2017).

Reflexivity comprises constant reflection (Reich, 2017) during which research is being
conducted and shaping the process (Nadin & Cassell, 2006) through the interrelationship
between learning and changing (Antonacopoulou, 2004). Reflexivity concentrating on
self-reference, self-awareness and self-understanding enables teachers to have ‘a better
understanding of situations through a better understanding of ourselves’ (Matthews &
Jessel, 1998, p. 233). Therefore, teachers should identify their needs in teaching by using
research diaries or having discussions with fellows (Nadin & Cassell, 2006). Also, they
should question their actions and values that shape their practices (Cunliffe, 2009;
Ripamonti et al., 2016).
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The central problem lies in EFL teachers’ needs for reflexivity and collaboration with
colleagues. Therefore, the researchers investigated how the reflexive practice has influ-
enced in-service EFL teachers’ professional development through critical reflective and
reflexive reports (RRR), critical peer-reviews (CPR) and focus group discussions (FGD). This
study suggests a model which enables in-service EFL teachers to gain insight into reflec-
tion upon their teaching within three cycles: exploratory cycle, awareness cycle and
understanding cycle. Different from most studies in which reflective practice is held
once, the model in the current study was designed as three cycles since one of the
challenges of reflective practice is repetitive cycles (Karakas & Yiikselir, 2020; Korucu-Kis &
Kartal, 2019).

This research addresses this gap by revealing the impact of reflexive practice on EFL
teachers through video-enhanced observation. To achieve this, we sought the following
research questions:

(1) In what ways have the reflexive cycles influenced EFL teachers?

(2) To what extent does the Reflexive Practice Triplication Model enhance EFL teachers’
teaching performances in the classroom?

Literature review

Lately, studies have concentrated on reflection as an essential instrument for change
(Avalos, 2011). As a crucial part of the cycle of ‘learning from experience’ (Dewey, 1933),
reflective thought begins when having some difficulties (Mezirow, 1991; Rogers, 2001) in
the classroom. To dispense with the possibility of poor learning outcomes caused by
ineffective teaching, teachers should be bound to reflexive thinking. As long as teachers
evaluate their teaching recurrently, they can develop deeper insight into their classrooms
(Ferraro, 2000; Fines, 2014).

Becoming a reflexive practitioner

Reflection is a conscious activity to develop new understandings by looking at experi-
ences (Boud et al., 1985; Dewey, 1933). The idea of reflective teaching (Cruickshank, 1987;
Schon, 1983, 1987) helps practitioners ‘learn from experience about themselves, their
work, and the way they relate to significant others’ (Bolton, 2010, p. 3). Being slightly
different from this, reflexivity embraces ‘a reaction occurring immediately in response to
something that happens’ (Collins, 2004, p. 1206). This process allows us figure out what
we do and how we do it. The situation is scrutinized ‘through the eyes of others’ (Bolton,
2010, p. 13).

Reflexivity aims to enhance the reflection process; comprising the mental activities in
reflective practice and emphasizing ‘the way in which our reflective practice works back in
an effectual manner’ (Lisle, 2010, p. 222). Through reflexive practice, rather than just
focusing on implications, teachers question their practices through a ‘critical lens’ (Fairley,
2020, p. 1046), use their own research results (Reich, 2017) and become aware of
experiences and perceptions of others; which is a reconstruction of experience-based
learning as ‘practical reflexivity’ (Cunliffe, 2009; Cunliffe & Easterby-Smith, 2004).
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Collaborative engagement in reflexive practice

Engagement in real-life problems through cooperation and constructing solutions (Freyn
et al,, 2021) enables teachers to become more integrated and goal-oriented (Butler &
Schnellert, 2012) since professional development is social and interactive in nature. The
success of collaborative engagement depends on how well the interaction is (Godinez
Martinez, 2022) among teachers whose attitudes, beliefs and knowledge are both the
determinants of and affected by the process.

Collaborative engagement involving active cognitive processes brings about colla-
borative skills and knowledge construction (Jarveld et al., 2016) with the help of shared
reflexivity in which teachers think and work together to sustain professional growth
(McArdle & Coutts, 2010). This engagement also allows teachers to reveal collaboration
challenges and failures in teaching (MacDonald, 2011).

Method
Research design and implementation

Based on the empirical data on teacher research, this study settles teachers to act as both
individuals and partners, contributing to the process through their knowledge and
expertise. In that regard, this participant-oriented research concentrates on the inclusion
of individuals with their experiences (Wright & Diener, 2020). A predominantly qualitative
data-driven methodology was applied with the incontrovertible support of quantitative
data analysis. Triangulation technique was used to analyse the data obtained through the
interview, RRR, CPR checklists, the teacher/researcher (T/R)’s observation diary, FGD and
open-ended questionnaire.

Setting and participants

The current research was conducted in a private K-12 institution in Ankara, Turkey with
voluntarily chosen secondary school English teachers (n = 8). During the research, they
both collaborated with pairs and worked individually. Not only the participants but also
the T/R had specific roles such as collaborative mentoring and cooperative peer work
during this research.

Research tools

To inspect language teachers’ awareness of their teaching and to find out their self-
identified needs for effective teaching; first, the T/R held a pre-interview to. After
a discussion with colleagues about what puzzles them in teaching, the questions were
formulated with the help of an expert opinion. The interview was made in the partici-
pants’ mother tongue to help them share their emotions and ideas comfortably. Next, the
participants wrote critical RRR regarding their videoed practices in light of some guiding
questions. The reports were named ‘reflective and reflexive’ since they were applied both
after each practice and recurrently during the process. Then, peers evaluated each other
using a checklist with 10 items in two domains; classroom management and using
instructional strategies and guiding and motivation. This collaborative engagement
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provided the participants with developing new skills such as peer learning, providing
constructive feedback and evaluating their colleagues’ practices without having power
over each other. Along with these, the T/R took some observation and FGD notes during
and after each cycle. Lastly, an open-ended questionnaire was applied to figure out how
efficient the model was and what the participants thought about it.

The trustworthiness of the study

Since this is a mostly qualitative research, trustworthiness (Connelly, 2016) is a critical
issue. Firstly, we practised member checking (Birt et al., 2016; Carlson, 2010). All the
participants read the transcriptions of their interviews and confirmed the accuracy of
the match between what they actually meant and what was written by the T/R. Secondly,
we relied on different sources of information and found evidence for themes to maximise
triangulation (Creswell, 2007) and to increase reliability (Lietz et al., 2006; Loh, 2013). We
provided evidence with some quotes from the data. Having peer-debriefed the emerging
meanings during the data analysis to negotiate overemphasized or underemphasized
themes (Shenton, 2004), we also invited another academic to provide insight into the
emerging codes to minimize and avoid potential bias.

In addition, we calculated inter-coder reliability via NVivo. For this calculation, we used
one participant’s pre-interview that has the closest number of words to the average.
Considering five codes, Kappa coefficient showed that there was a moderate agreement
between the coders in classroom management inefficacy (with value .56), curiosity and
eagerness to learn (with value .44), desire for personal and professional development
(with value .42) and need for collaboration (with value .59) even though there was a fair
agreement between the coders in deficiency of guidance and motivation (with value .36).

Data collection

Data were collected from two perspectives: research methods (through the interaction
between the participants and the researcher) comprising interviews, observation diary
and mentor feedback, and authentic methods (through the interaction among the parti-
cipants) including critical peer-review, peer feedback and whole group discussions. The
researchers took time and learning effect between the practices into consideration while
collecting the data, which also helped the participants build confidence and rapport with
each other. It took four months (from October to February) to collect the data. The
detailed data collection procedure is given in Table 1.

Grounded on the concept of experiential learning (Dewey, 1938; Kolb, 1984) which
considers professional development as a spiral in which learning from one cycle triggers
the other one (Dewey, 1986), the model in the study included three repetitive cycles;
teaching practice (video recording, observation, RRR and CPR), focus group discussion
(peer feedback, mentor feedback and whole group discussion) and coding. Following the
completion of all three cycles, the T/R applied a post open-ended questionnaire (written
interview) and supervised an overall discussion. The suggested model can be seen in
Figure 1.
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Table 1. Data collection procedures.

Procedures Month
Two-hour discussion October
Pre-interview
Exploration Cycle 1°*" teaching practice October
Focus group discussion
Coding
Awareness Cycle 2" teaching practice November
Focus group discussion
Coding
Understanding Cycle 3" teaching practice December
Focus group discussion
Coding
Post open-ended questionnaire January
Overall discussion
Analysis of findings February

Moreover, Video Stimulated Recall (VSR) was used to connect actual behaviour with the
way of thinking. VSR is a critical method to investigate what happened in the classroom
and why it happened. The participants had a chance to watch their performance as many
times as they wanted. Furthermore, analysing their videos fostered their ability to identify
areas for improvement, to reflexively interpret their classroom practices and to construct
their future actions.

Data analysis

As this data-driven study entailed, inductive content analysis was predominantly used to
figure out meanings and relationships of words and themes. The research was participant-
oriented, in which the participant teachers’ needs in teaching were investigated through
pre-interviews before the implication of reflexive cycles. The interviews were recorded,
transcribed and analysed using inductive analysis. The participants answered three ques-
tions mainly focusing on:

- how they define themselves in managing their classrooms and motivating students.

- whether they exchange ideas with colleagues and if so, to what extent

- what they would like to change or improve in their teaching

After inserting the data gathered through the interviews, reflective and reflexive
reports and peer-reviews into NVivo 12, coding process started regarding the research
questions. Then, the codes were examined thoroughly to seek if it was necessary to merge
some of them or create sub-codes. Finally, following the confirmation of the codes and
themes by an outsider researcher, five sub-themes were created and made meaningful for
the reader (Appendix 1).

In addition, CPR checklist and the T/R’s observation checklist were analysed with some
non-parametric tests. Assumptions of the parametric tests include normal distribution; yet
the size of the sample is of high significance (Pallant, 2010). According to Bulylikoztlrk
(2011), the number of participants should be over 30 to certify normal distribution.
Therefore, Friedman Test, Wilcoxon Signed Rank Test and Spearman Correlations were
applied due to the small size of participants (n < 30, n = 8), as non-parametric tests are
‘useful when you have very small samples’ (Pallant, 2010, p. 213). First, the points given by
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Reflexive Practice 1: Exploratory Cycle

Critical
reflection

Peer Mentor
feedback feedback

Reflexive Practice 2: Awareness Cycle

Critical
reflection

Peer Mentor
feedback feedback

Reflexive Practice 3: Understanding Cycle

Critical
reflection
and

Peer Mentor
feedback feedback

Figure 1. The reflexive practice triplication model.
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both peers and the mentor during the teaching practices were compared using the
Friedman Test. Then, the Wilcoxon Signed Rank Test was applied to highlight whether
the difference between paired samples was significant (Blyukoztiirk, 2011).

Findings
Reflexive practice for professional development

In what ways these reflexive cycles have influenced teachers’ professional development
was aimed to find out. Regarding the information gathered through the extracts from the
written interview and overall discussions, the researchers constructed some nodes which
are shown in Table 2.

Beliefs on reflexivity

Since the participants were eager to participate in this exploratory practice, they were
believed to have positive attitudes towards reflecting repetitively on their teaching.
Except one of the participants, they were all encouraged to be recorded and observed.
For instance, P2 stated, ‘Il was nervous at first. Then, it was nice to realize my strengths’.
Similarly, P5 specified, ‘These cycles have contributed to me a lot. | think it is an effective
method for a teacher to monitor his stance, tone of voice and gestures'. Also, P7 wrote, I
was really eager to participate in this study. It was a great opportunity and | feel one step
ahead'. They also emphasized that reflecting on their teaching had a constructive effect
on their future lessons.

Attitudes towards collaboration

Need for collaboration was one of the self-identified needs detected in pre-interview. P1
claimed, ‘Our exchange of ideas was very informative’. and likewise, P5 stated, ‘Both my
self-criticism and my friend’s feedback made me more comfortable and confident in my
third practice. This mutual observation and criticism improved me’. P8, also, highlighted,
‘It was nice to share ideas and exchange feedback with my colleagues. We learned a lot
from each other'.

21" century teachers are supposed to be willing to learn from colleagues and gain new
insights. In this research, via FGD, they gave constructive feedback to one another and
learn from each other’s experiences. P2 emphasized the merits of the positive language
used in feedback. Correspondingly, P3, stated ‘Our feedback sessions were highly valu-
able. It was exactly how it should be. My partner made some negative comments on my
performance in such a nice way that | even liked them'. P7, similarly, indicated they gave
feedback to each other respectfully. Ultimately, they highlighted the value of collabora-
tion for their upcoming practices.

Table 2. Nodes compared by number of items coded.

Nodes Number of coding references
Beliefs on reflexivity 45
Attitudes towards collaboration 22

Contextual and pedagogical knowledge 28
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Contextual and pedagogical knowledge

The study aimed to contribute to the teachers’ professional development and improve
their way of thinking from different perspectives. P1 claimed he learned a lot from his
colleague indicating, ‘Seeing a different teaching style made me look at myself from
a different perspective. | learned how to keep motivation high and what to pay attention
to for effective classroom management’. P3 also stated, ‘l am glad that | invested in myself.
| believe | will review and improve my teaching method thanks to these reports’. In
parallel with these, P5 stated this process has contributed a lot to him thanks to observing
another teacher’s techniques and strategies, and added, ‘I learned what to do differently
and how to change the atmosphere in the classroom as well as how to strengthen my
emotional bond with children’. Besides, P8 indicated, ‘Participating in such a study
encouraged me to pursue my professional development and prompted me to explore
ways to teach children better’. Consequently, increasing contextual and pedagogical
knowledge within the concept of reflexivity enabled teachers to gain new insights and
become reflexive practitioners.

Evaluation of engagement and individual improvement

To engage the participants in reflexive practice, the researchers synthesized the 21°
century skills of an EFL teacher with mediational tools and implications in the study.
While observing both themselves via VSR and their peers, the participants thought
critically and interpreted on both their colleagues’ and own practices. Reflecting on class-
room management, instructional strategies, guiding and motivation; they focused on
problem solving skills. Rather than solely gaining problem solving skills, each participant
found an opportunity to understand the meaning of their experiences in terms of the self
(Nguyen et al., 2014; Palacios et al., 2021). Further, video enhanced observation aided
them to analyse why they behaved in that way. They also used self-regulation skills by
writing RRR and regulating their upcoming practices, which require openness and will-
ingness (Marshall, 2019; Marshall et al., 2021; Nguyen et al., 2014). In addition, through CPR
and FGD, they evaluated and gave constructive feedback to their peers, and shared ideas
about their own experiences, which was a great example of collaboration. Lastly, they
showed their creativity and openness to innovation during the reflexive cycles. After each
cycle, they tried new strategies, either created by themselves or learnt from their
colleagues.

An analysis of peer review and the T/R’s observation checklist scores (converted into
T-score) revealed a noteworthy increase in their performances. Interestingly, the improve-
ment between the first two teaching practices was higher than the one between
the second and the third practices as shown in Figure 2.

According to the Friedman test, three teaching practices were significantly differ-
ent from each other both in CPR x* (2, n = 8) = 11.400, p < .005 and observation
scores )(2 (2, n = 8 = 11.120, p < .005). In addition, Wilcoxon Signed Rank tests
(adjusted for Bonferroni correction, setting significance level at p < .016) were
applied to see the differences thoroughly. After Bonferroni correction, the difference
between the 1st and the 2nd CPR was significant (z = —2.414; p = .016), with a large
effect size (r = .16). Similarly, the difference between the 1st and the 3rd CPR was
significant (z = —2.536; p = .011), with a large effect size (r = .21). In contrast, there
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59.82
3rd performance 59.33
53.89
2nd performance 54.53
36.27
1st performance 36.13
0 10 20 30 40 50 60 70

® Observation Peer-review

Figure 2. Mean scores of CPR and observation.

Table 3. The points collected during practices.

Participant Practice 1 Practice 2 Practice 3
P1 10 1 16
P2 6 12 1
P3 12 14 14
P4 9 14 14
P5 6 15 18
P6 9 15 16
P7 12 14 15
P8 5 8 9

was not a significant difference between the 2nd and the 3rd CPR scores (z = —879;
p = .380). On the other hand, the researchers found out that the significance in
difference between peer and observer scores were not similar. After Bonferroni
correction, none of the teaching practices were significantly different from each
other regarding the observation scores.

To figure out why peer review scores and observation scores differed, the researchers
investigated correlations between them. They positively correlated in the 1st (rho = .73,
n =8, p <.05) and the 3rd (rho = .85, n = 8, p < .01) reflexive cycles. However, there was no
correlation between the peer scores and the observation scores in the 2nd reflexive cycle
(rho = .15, n = 8, p > .05). Therefore, the topics were separately examined to understand
the reason. Both the scores on classroom management (rho = .22, n = 8, p > .05) and
guiding and motivation (rho =.17, n = 8, p > .05) did not correlate with each other, which
means the 2nd teaching performance was evaluated diversely by the peers and the
observer.

As for individual improvement, the participant teachers’ performances were examined
and shown in Table 3. The scores were calculated out of 18 points for each teaching
practice.

According to the scores, it can be concluded that P4, with more than 10 years of
experience and a PhD, did not show much improvement. Likewise, findings show that P3
(experienced more than 10 years) showed the least improvement. On the other hand, as
an inexperienced teacher, P5 showed a great improvement.
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Discussion

The findings verified the Reflexive Practice Triplication Model was resourceful. The effec-
tiveness of the reflexive cycles was investigated within three aspects: self-efficacy, colla-
boration skills and teacher autonomy. In this section, the interactive relationship of these
with reflexive practice will be discussed.

As understood from the scores in Table 3, the participants may have believed they
learnt how to perform better in the 2nd practice and did not put any effort in the 3rd
practice. In that regard, reflexive cycles may not contribute much in the long term. P2, P3
and P4 showed less effort and improvement in the 3rd practice. This could be because of
having high self-efficacy - P3 and P4 were determined to have a high self-efficacy
considering their experience, their elucidations in reports and pre-interview - or attribut-
ing poor performance to their mood (P2). Therefore, it is indisputable that high self-
efficacy perceptions (Wheatley, 2002; Wyatt, 2013, 2015) and attributions Erten (2015) had
a negative impact on teaching practice, even could have been ‘challenging’ (Wyatt, 2015)
in contrast to many studies in the field.

On the other hand, self-efficacy perceptions may cause teachers to feel stressed
towards new challenges (Wyatt, 2013). It was not easy for less experienced teachers
with low self-efficacy to make reflexive interpretations on their teaching. In TALIS 2018,
teachers’ self-efficacy perceptions concerning the quality of their teaching were examined
and it is found that teachers with 5 years or less experience have lower efficacy about
teaching skills and managing classroom than senior teachers. The participants with low
self-efficacy (Wheatley, 2002) and who may need support (Wyatt, 2015) were more willing
to share what they need in teaching. Jerald (2007) highlighted teachers with higher self-
efficacy were more open to experimentation (Chesnut & Burley, 2015); however, in this
study, P5 with lower self-efficacy was more open to gain new insights and improve
professionally.

Further, peer observation is known to support collaborative skills and contribute to
professional development (Bozak, 2018; Kapcik, 2018; Kasapoglu, 2002). Wyatt and
Dikilitas (2017) also highlights group discussions enhance self-efficacy beliefs due to
‘the collaborative nature of the process’ (p. 561). In the study, collaborative engagement
(observing others, peer-review, focus group discussions) appeared to enhance the parti-
cipants’ self-efficacy. Ciampa and Gallagher (2016) also claimed social interactions such as
observing each other and receiving feedback play a great role to improve teachers’ self-
efficacy. Kapgik (2018), conducted a study on teachers’ attitudes towards observation and
concluded that they ‘gained new insights into their teaching’ (Barkhuizen, Burns, Dikilitas,
and Wyatt, 2018, p. 56) The findings showed that collaboration throughout the study was
enlightening and helped the teachers become reflexive practitioners. P1, P5, P7 and P8
underlined how collaboration was useful and how it affected their feelings and future
actions. Akin to Dikilitas and Mumford (2019), the participants learnt to reflect both on
their teaching and on their peers’ practices, thus contributed to the study individually and
collaboratively.

As another aspect, teacher autonomy is tied up with critical reflection Dikilitas and
Mumford (2019) (Ramos, 2006; Smith, 2001). Ramos (2006) claims, ‘Autonomy is
developed through observation, reflection, thoughtful consideration, understanding,
experience, evaluation of alternative’ (p. 190). Still, many teachers do not know ‘how
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to analyse their weaknesses and take actions to improve them’ (Bugra, 2018, p. 79).
This could be due to lack of strategies or scarcity of reflexive thinking skills. Thus,
engaging in professional development activities brings along autonomy (Dikilitas and
Griffiths, 2017). In the current study, the positive impact of engagement in reflexive
practice on teacher autonomy ([Dikilitas & Comoglu, 2020; Leat et al., 2015) and
interaction between autonomy and motivation (Dikilitas & Mumford, 2019; Ushioda,
2011) were clearly seen. Like in Erten (2015)’s study showing that having control over
their learning might develop students’ autonomy, teacher autonomy can also be
enhanced via engagement in reflexivity in which teachers have control over their
teaching by ‘dealing with problems’ (Dikilitas & Griffiths, 2017, p. 2) and overcoming
the challenges in classrooms. This also helps teachers understand their potential as
‘controllers of their own development’ (Dikilitas & Mumford,2019, p. 254). In the same
vein, P3 confirmed the RRR enabled her to concentrate more on how to guide
students, which provided her with having ‘control over her professional development
and practice’ (Dikilitas & Griffiths, 2017, p. 35).

Conclusion and suggestions

In light of the findings, it can be finalized that the teachers who monitor and reflect on
their teaching regularly and iteratively can address their needs and enhance their
understanding of teaching. Nevertheless, since 'knowing what to reflect upon out of
the whole of one’s professional experience is not a clear process’ (Bolton, 2010, p. 8),
teachers might need to be mentored as to what to reflect and how to benefit from this
reflexive process.

A methodological limitation that needs to be acknowledged might lie with the
inherent potential for bias concerning subjectivity in data analysis due to the inclusion
of open-ended responses (Collet-Klingenberg & Kolb, 2011). Being an insider T/R might
also have influenced the power relationship and bias, but the authors minimized these by
(re)negotiating emerging themes. We are well aware of these limitations, and we, there-
fore, provided transparent thick descriptions of all the relevant information for the reader
to assess the potential interposing bias within the study.

We suggest that the model be applied in various contexts to different groups of
teachers. The effects of reflexive cycles on students’ learning outcomes might be inves-
tigated, which we did not address in this study. Besides, some certain trainings related to
teachers’ needs may take place between the cycles to see if they influence teachers’ future
practices. In addition, teachers might keep journals following each practice to figure out if
they change their perceptions or improve them professionally. Lastly, long-term effects of
such a reflexive cycle may be investigated.
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